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This study investigated senior educators' viewpoints on teacher professional development (PD). 
To examine the nature and source of participants' perspectives, the study employed Bourdieu's 
notion of practice as socially constituted and contested. Interviews were conducted in southern 
Ontario with 24 senior Ministry officials, principals, and academics. Participants' current and 
prior experiences predisposed them to support profession-driven PD, as well as PD for systemic- 
accountability purposes. The study suggests PD policy directives for provincial foci should (a) 
incorporate approaches that begin with teachers' existing knowledge and understanding, (b) 
address specific school circumstances, and (c) be cognizant of broader conceptions of students' 
needs. 
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participants, I'auteur a eu recours a la notion de pratique de Bourdieu, a savoir la pratique struc- 
turee par la societe et contestee par la societe. Vingt-quatre hauts fonctionnaires, directeurs et 
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actuelles et anterieures des participants les predisposaient a appuyer le PP en soi et pour des 
raisons systemiques (dont I'imputabilite). L'etude semble indiquer que les orientations des poli- 
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Professional development (PD), an integral part of the life of schools and 
teachers, is an important mechanism to ensure educational reform and 
improvement in school settings. However, different viewpoints and 
perspectives on PD occur, with considerable tension between advocates 
of PD for broad, systemic (especially accountability oriented) purposes 
and PD for more localized, profession oriented purposes (Day & Sachs, 
2004). Different perspectives on PD, and tensions between these perspec- 
tives, are important because they influence the nature of the education 
promoted in school settings (Bolam & McMahon, 2004). 

In this study, I investigated the viewpoints on PD of a group of se- 
nior educators in Ontario during a period of significant educational 
reform. I drew upon interviews with a variety of senior educators during 
a period of intense interest in improving, inter alia, students' literacy and 
numeracy outcomes. These educators with considerable experience of 
PD in Ontario included provincial educational administrators, princip- 
als, and academics. I used Bourdieu's (1990a, 1998) theory of practice to 
interpret the viewpoints of these educators and to make sense of their 
viewpoints in light of current understanding of the different perspectives 
on PD. 

BOURDIEU'S APPROACH 

For Bourdieu (1990a), social practices are a product of power relations 
between individuals and groups who compete with one another over 
specific, valued resources. As a result of these struggles, practices exhibit 
their own peculiar characteristics, or "logics." These practices, never 
static, are the product of a constant state of tension between these com- 
peting positions and dispositions. Practices are hierarchical and exist in a 
contested - either dominant or subordinate - relationship with one 
another. 

This contestation occurs within specific social spaces, or "fields," of 
practice, and characterizes these individual fields (Bourdieu, 1990a, 
1990b, 1998). For Bourdieu (1990b), fields and their stakes are ". . . pro- 
duced as such by relations of power and struggle in order to transform 
the power relations that are constitutive of the field" (p. 87). Fields are 
characterized by a constant process of competition over the stakes to be 
realized. 
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The social spaces characterized by this contestation both influence 
and are influenced by fhe parficular persuasions, or "habifus," of fhose 
who occupy fhem. The habifus, fhe producf of a long apprenficeship info 
parficular pracfices, resulfs in specific, durable qualifies. Such qualifies 
are a producf of fhe accumulafion of varied resources, or "capifals," fhaf 
individuals and groups build up over fime, and upon which fhey can 
derive advanfages under parficular circumsfances in which fhose 
affribufes are valued. The differenfial access fo varied capifals, and how 
differenf capifals are deployed, lead fo confesfafion among differenf 
groups and individuals. Consequenfly, fhe pracfices fhaf come fo domin- 
afe any given field are a producf of confesfafion among differenf agenfs 
and groups of agenfs, wifh access fo differenf resources fhaf fhey draw 
upon in seeking fo dominafe wifhin fhese social spaces. 

This sfudy consfrues feacher professional developmenf as a social 
field, characferized by compefifion over fhe specific capifals fhaf fhose 
who comprise fhe field deem mosf valuable - all of whom are influenced 
by fhe parficular posifions fhey hold, fheir prior experiences, and fheir 
locafions relafive fo one anofher wifhin fhe field. However, research does 
nof seek fo indicafe simple associafions among fhose involved, buf rafher 
endeavours fo show fhe complexify of fhese associafions. 

For fhis research, I draw upon fhe perspecfives of a variety of educa- 
fors from senior and influenfial insfifufional locafions fo explicafe how 
fhey negofiafe fensions befween compefing approaches fo PD. 

PROFESSIONAL DEVELOPMENT (PD) 

I conducfed fhis sfudy in fhe awareness fhaf PD is a broadly defined 
concepf (Muijs, Day, Harris, & Lindsay, 2004). For example. Day and 
Sachs (2004) adopf a wide-ranging definifion of professional develop- 
menf (or whaf fhey describe as "confinuing professional developmenf" 
(p. 3)) as "all fhe acfivifies in which feachers engage during fhe course of 
a career which are designed fo enhance fheir work" (p. 3). Furfhermore, 
PD is offen understood in ferms of a binary relafionship befween em- 
ployer-insfigafed inifiafives - designed fo implemenf specific programs, 
reforms, or address accounfabilify concerns - and more collecfive, pro- 
fession-generafed approaches and confenf, focused on more immediate, 
specific, localized concerns (Bolam & McMahon, 2004). Little (2004) ar- 
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gues that, although the different emphases represented by such ap- 
proaches are potentially complementary, they may also be in conflict 
with one another. Eisner (1992) makes a personal observation that the 
consequence of such confesfafion resulfs in a reification of fradifional 
paffems of employer-insfigafed PD fhaf involve information dissemina- 
tion and feachers acting as passive recipienfs of knowledge generafed 
elsewhere. 

LITERATURE REVIEW 

Alfhough much PD discourse and pracfice in Canada is framed in rela- 
fion fo differences befween profession-led and more sysfemic-accounf- 
abilify orienfed approaches, fhere are nascenf affempfs fo work across 
fhese fensions. Levin (in press) indicafes fhaf alfhough subsfanfial PD, 
aligned wifh a province-wide focus upon liferacy and numeracy, is evi- 
denf and imporfanf in Onfario, alfernafive approaches fo PD are also 
necessary. Similarly, Fullan (2007) argues for professional learning fhaf 
addresses bofh feachers' everyday working condifions, and more general 
and generalizable sfandards of pracfice. In fhe confexf of fheir research 
on feachers' liferacy assessmenf pracfices in Brifish Columbia, Schnellerf, 
Butler, and Higginson (2008) argue that pressures of accounfabilify can 
be addressed meaningfully fhrough feachers' collaborative consfrucfion 
of fheir own feacher-generafed assessmenf pracfices, and inquiry info 
fhese school-based pracfices. 

However, evidence also exisfs of explicif fensions befween sysfemic 
and profession-orienfed approaches, parficularly in fhe confexf of in- 
creased pressures in Canadian educational policy for accounfabilify (Ben 
Jaafar & Anderson, 2007). Giles and Hargreaves (2006) argue pressures 
of accounfabilify have led fo public educafion sysfems fosfering feacher 
learning communities for example, fhaf are narrowly focused on improv- 
ing sfandardized measures of learning, rafher fhan supporfing broader 
conceptions of learning. Investigations of fhese communities indicafe 
fhey may acf as "add-ons" (Hargreaves, 2007, p. 183) fo fhe daily work of 
schools. Campbell (2005) describes such communifies as sometimes 
promofing unefhical behaviour. Earl (1999) expresses concern abouf 
whefher cenfrally driven accounfabilify requiremenfs lead fo producfive, 
meaningful feacher and sfudenf learning in general. In fhe confexf of 
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high-stakes tests, Volante (2004) worries that teacher learning may be 
limited to activities narrowly focused on "teaching to the test" (p. 1). 
Consequently, although evidence indicates the complexity of associa- 
fions befween more sysfemic accounfabilify and profession-orienfed ap- 
proaches fo PD, more recenfly, argumenfs premised on more general 
fension befween fhe fwo confinue fo be significanf. 

EDUCATIONAL REFORM IN ONTARIO 

A variefy of facfors have influenced professional developmenf in On- 
fario, including provincial legislafion and associafed policies for educa- 
fional reform. The 1990 Onfario Educafion Acf specifies fhaf, as parf of 
fheir dufies, feachers musf parficipate in six "professional acfivify" days 
per year, as specified by fheir local board (see secfion 264[1 h], Educafion 
Acf, Regulafions and Sfafufes of Onfario, 1990; Canadian Legal Informa- 
fion Insfifufe, 2008). Two of fhe six days are designafed specifically for 
key provincial foci, and fhe Minisfry advocafes for individual and col- 
laborafive PD wifhin professional learning communifies (Minisfry of 
Educafion, 2007). PD is also offered in fhe form of shorf courses of "Ad- 
difional Basic Qualificafions" and "Addifional Qualificafions" (AQs), 
approved by fhe province fhrough fhe Onfario College of Teachers, and 
delivered by approved providers, including universifies, feachers' fed- 
erafions, subjecf organizafions, school boards, and principals' organiza- 
fions; affainmenf of fhese qualificafions is reflecfed in feachers' salaries. 
The professional developmenf provided wifhin fhe province is also in 
keeping wifh Minisfry of Educafion curriculum policy documenfs, and 
fhe Onfario College of Teachers' policies, including Standards of Practice 
for the Teaching Profession and Ethical Standards for the Teaching Profession 
(Onfario College of Teachers, n.d.). Ofher educafional sfakeholders in fhe 
province, including feachers' subjecf organizafions and feachers' federa- 
fions, also influence PD confenf and processes. 

Some of fhe relevanf legislafion and associafed policies relafe fo sfu- 
denfs' liferacy and numeracy capacifies. Since 1998, increased inferesf in 
Onfario in sfudenfs' liferacy and numeracy capabilifies has been re- 
flecfed in fhe Educafion Qualify and Accounfabilify Office's (EQAO) col- 
lecfion of dafa from sfandardized fesfs af fhe school level. In response fo 
concerns abouf fhe resulfs of fhese fesfs, fhe Minisfry of Educafion has 
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actively supported PD targeted at improving students' literacy and num- 
eracy. 

As part of this process, the Liberal Government, elected in 2003, in- 
jected substantial additional funding info educafion, focused parficularly 
upon liferacy and numeracy. This led fo fhe esfablishmenf in 2004 of a 
separafe body - fhe Liferacy and Numeracy Secrefariaf - wifhin fhe Min- 
isfry of Educafion, answerable direcfly fo fhe Depufy Minisfer of Educa- 
fion. The govemmenf also sef a province-wide fargef of 75 per cenf of 
sfudenfs graduafing from elemenfary school af a safisfacfory sfandard, 
described as "level 3," on a four-poinf scale. The govemmenf has also 
provided addifional resources fo assisf "fum-around" schools, which 
consisfenfly perform well below province-endorsed benchmarks, fo af- 
fain safisfacfory oufcomes. As a resulf, educafion in Onfario has come fo 
be characferized by a manfra of pressure and supporf: pressure for im- 
provemenfs in liferacy and numeracy oufcomes, and significanf financial 
supporf fo assisf in effecfing such change (Eullan, 2007). Af fhe same 
fime, fhere is a province-wide focus upon more qualifafive indicafors 
associafed wifh care, culfure, and school climafe: fhe "3-Cs." Teachers 
and school-based adminisfrafors are encouraged fo ensure schools are 
caring insfifufions fhaf provide beneficial learning environmenfs for all 
sfudenfs in fhe province. 

School boards require schools fo develop "School Effecfiveness 
Plans" fhaf consfifufe local confracfual agreemenfs befween boards and 
schools, ouflining how fo address provincial emphases. More specific 
"SMART" goals - goals fhaf are "specific," "measurable," "attainable," 
"realistic" and "fimely" - are sef wifhin individual schools fo enacf fhese 
policies. Boards group schools info "families" wifhin disfricfs fo assisf in 
fhe cross-school fertilization of ideas, and af fhe same fime, schools are 
encouraged fo fosfer school-wide professional learning communities. 

Collectively, fhese confexfual facfors provide fhe backdrop againsf 
which professional developmenf practices are promofed in Onfario. In 
fhis sfudy, I have soughf fo provide insighfs info how senior educators 
negofiafed complex and competing PD emphases, under fhese circum- 
sfances. 
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METHODS AND METHODOLOGY 
Site 

In this study, I report a case study of senior educators in southern Ontar- 
io who were located in the Ministry of Educafion, universifies, or 
schools. All parficipanfs were locafed wifhin or adjacenf fo fhe Greafer 
Toronfo area. All parficipanfs volunfarily consenfed fo be involved in fhe 
sfudy, and fhe research was granfed efhics approval by fhe aufhor's uni- 
versify. 

Participants 

Parficipanfs, whom I selecfed fo reflecf a range of educafional leadership 
roles across a variety of insfifufional posifions and affiliafions in soufh- 
ern Onfario, included six senior provincial Minisfry of Educafion per- 
sonnel, fwelve principals, and six academics. 

Senior Ministry Personnel. I selecfed several Minisfry of Educafion 
personnel in conjunction wifh a senior member of fhe Onfario Principals' 
Gouncil (OPG), who knew and had worked in his school board wifh 
many of fhe Minisfry officials. Minisfry personnel, who occupied senior 
posifions, were drawn from multiple divisions fhaf had some responsib- 
ilify for, or influence upon, fhe professional developmenf practised wifh- 
in fhe province. Efhical and confidenfialify considerations preclude more 
explicif elaboration of fhese parficipanfs' roles. 

Academics. Academics were selecfed on fhe basis of professional in- 
feresf in and experience wifh PD in schools in Onfario; some were aca- 
demic colleagues of fhe aufhor, while ofhers were known fo fhese col- 
leagues. Academics were drawn from fhree universifies wifhin soufhem 
Onfario; several had had recenf or previous experience as consulfanfs or 
ofher leadership roles (including fhe principalship) wifhin school boards 
or disfricfs. One academic was a professor of educafion, who has pro- 
vided advice fo national and provincial govemmenfs, including fhe On- 
fario governmenf. A second was a full-fime, fenure-sfream academic 
who has worked in pre-service and in-service programs wifh feachers 
fhroughouf his career. A fhird was a recenfly refired lecfurer whose pri- 
mary focus during his career was fhe area of feachers' professional de- 
velopmenf. Anofher academic, a parf-fime, confracfed lecfurer, has spenf 
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much of her career working as an educational consultant in a local school 
board prior to spending more than a decade working full-time and part- 
time in several university pre-service and in-service teacher education 
programs. Two academics were seconded from a school board on a me- 
dium to longer term basis (more than two years, and with the capacity 
for extensions) to engage in both teaching and research in a university's 
pre-service program located in their school board. One who worked full- 
time at the university had had extensive prior experience working with 
teachers as a literacy consultant. The other worked on an almost full-time 
basis at the university, but, as a former principal, also undertook some 
work with principals in his school board for several weeks each year. 

Principals. I selected experienced principals from one school board in 
collaboration with a senior member of the Ontario Principals' Council 
(OPC) who worked in this board. Although I selected this board because 
of its stability, as evident in its relatively affluent, primarily urban and 
well-established clientele, schools within this board were chosen to re- 
flect the variety of socio-economic (lower/middle/upper class) and geo- 
graphic (urban/rural) circumstances of residents within the board's 
catchment area. 

Data Collection 

I interviewed each participant once during the first six months of 2007. 
Each semi-structured interview, which was audio-taped and transcribed, 
was approximately one hour in duration. The interview questions in- 
vited participants to offer their views on (a) the nature of current profes- 
sional development practices in Ontario, (b) how the provincial empha- 
sis upon literacy and numeracy influenced PD practices, (c) whether res- 
pondents considered this emphasis beneficial or problematic, (d) how 
PD has changed over the previous decade, (e) how respondents would 
like to see PD enacted in future, and (f) who should be involved in such 
decision making. Specific questions included: (a) how the province's fo- 
cus upon PD for literacy and numeracy related to and influenced more 
site-specific PD and teacher-generated PD in school settings; (b) the na- 
ture of tensions between these positions; and (c) how educators respond- 
ed to these tensions. Although I provided participants with a list of ques- 
tions to act as stimuli to consider these issues, the semi-structured nature 
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of the interviews provided opportunities for interviewees to expand 
upon particular issues they believed important. 

Data Analysis 

Methodologically, interest in a "singular case" defines the parameters of 
the study (Stake, 2005), specifically the PD perspectives of senior educa- 
tors with significant administrative and/or academic authority in south- 
ern Ontario. Although I acknowledge that the particularity of any given 
case limits the capacity to generalize beyond the specific case or to repli- 
cate the study (Hough, 2002), as Bourdieu (1998) argues, only by study- 
ing social practices in detail does it become possible to understand such 
practices. It is this process of engaging in detailed research that may be 
replicated to better understand social practices in other contexts. 

I employed an emergent thematic analysis approach, involving 
searching for patterns within the data (Shank, 2002), to analyze the find- 
ings. These patterns were identified via an intensive, manual coding 
process that involved systematically listing individual themes within, 
and then across, each of the individual audio transcripts. Although this 
process was time-intensive, it ensured that I did not miss nuances within 
the data, and that I obtained a particularly intimate understanding of the 
data. To provide the opportunity for a more reflexive interpretation of 
the findings, I provided participants with a summary of the findings and 
invited them to comment on the outcomes of the research; however, no 
substantive responses were received. 

FINDINGS: PD PRACTICES IN ONTARIO 

I used Bourdieu's (1990a, 1990b, 1998) notion of practice as contested, 
and productive of specific, durable dispositions to analyze the data, lead- 
ing to the identification of multiple habituses among senior educators in 
southern Ontario. These habituses, which comprised a variety of compet- 
ing and complementary discourses and social practices, are described as 
"conservative," "results oriented," "critical," "student-focused" and "in- 
quiry oriented". These habituses, as the product of the accumulation of 
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particular traits, resources, or "capitals,"^ influenced the nature of fhe PD 
which respondenfs supporfed. The case for each of fhese habifuses is 
ouflined in fhe following subsecfions. All names reporfed in fhe sfudy 
are pseudonyms. 

A Conservative Habitus 

For Minisfry officials, principals, and academics who had worked pre- 
viously in schools, a conservafive habifus was evidenf in fhe way fhey 
supporfed fhe nofion of PD as an acfivify focused primarily upon feach- 
ers as passive recipienfs of disseminafed informafion. This posifion was 
reflecfed in fhe insighfs of one parficipanf, seconded from a school board 
fo work in a local university, who had previously been a principal for 
several years: 

[PD] means making teachers better at their job in order that they can impact stu- 
dents and student learning, so giving them the skill set and the philosophy, in 
order that they'll be able to help students achieve the best that they can . . . . 
(Graham, Academic/Seconded Principal) 

As someone with extensive prior experience as a consultant and princip- 
al, the PD that Graham supported involved "making" teachers better at 
their job, and "giving" them information associated with particular skills 
and philosophies. As is often the case in schooling settings (Eisner, 1992; 
Day & Sachs, 2004), respondents framed PD as somefhing "done" fo 
feachers. 

A Minisfry official consfrued PD as somefhing enshrined in provin- 
cial policy, fo which schools fhen responded: 

So, when I think of it in terms of what's going on out there right now, I would 
say that in terms of policy direction, it's pretty high level at this point . . . [And] 
as it filters down, there's more and more room for interpretation by the boards, 
by the schools, by the teachers themselves. The policies that we put in place tend 


For Bourdieu, "capitals” are the particular resources that individuals and groups build 
up over time, and upon which they can derive advantages under particular circum- 
stances in which those resources are valued. 
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to be more around higher level curriculum issues or, or directions as opposed to . 
. . the PD that then [results]. (William, Ministry official) 

Although acknowledging teachers' involvement in decision making, 
these comments suggest a conservative educational habitus as evident in 
how respondents construed "high level" policy directions as influencing 
the PD that then transpired in schools. I use the term conservative educa- 
tional habitus because of the dominant, unquestioning way in which 
respondents understood PD as something issuing directly from policy, 
rafher fhan consfruing PD as fhe producf of mulfiple influences and 
aims. The province sef fhe policy agenda; if was left up fo fhe schools fo 
defermine fhe nafure of fhe PD fhaf fiffed fhaf agenda. This sfance re- 
flecfs fhis Minisfry official's ("William") role fo ensure fhaf school boards 
and schools implemenfed policy. Similarly, and as a resulf of his exper- 
iences implemenfing policy inifiafives af fhe school level, fhe academic/ 
seconded principal mentioned above exhibifed a conservative educa- 
tional habifus in fhe way he promofed PD as somefhing designed fo 
"make" feachers beffer af fheir job, and "giving" fhem fhe skills fhey 
need, rafher fhan advocafing a process of more acfive inquiry. 

A Results Oriented Habitus 

A resulfs orienfed habifus, a producf of exposure fo PD designed fo im- 
prove sfudenfs' resulfs on sfandardized measures of liferacy and numer- 
acy, was also evidenf among fhe principals, minisfry officials, and aca- 
demics seconded from schools. Alfhough fhese respondenfs saw fhaf fhe 
fear of sanctions associafed wifh provincial benchmarks was diminish- 
ing, fhey nofed fhaf increased accounfabilify pressures for improved 
sfudenf resulfs on provincial liferacy and numeracy fesfs confinued fo 
influence fhe kind of PD valued: 

. . . the threat [of sanctions because of low EQAO scores] seems to be lifted. We 
do have that 75% number, but nobody has come to say we're going to close your 
school, or you're going to lose your job if you don't meet that. It's just informa- 
tion. So we're starting to use that information and as I said, the [Literacy and 
Numeracy] Secretariat has put up some professional learning programmes based 
on the results across the province and where they think teachers need some pro- 
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fessional learning to improve the results, and I think it's working. We'll see. We'll 
see when these results, when this year's results, come out. (Elsa, Principal) 

A results oriented habitus was evident when the principal, "Elsa," 
explained the need to improve standardized test scores over a relatively 
short period, and how she validated PD initiatives designed to improve 
these results. Although she sought to frame PD in her school as being 
responsive to the accountability agenda without being overwhelmed by 
it, it was also apparent that she valued PD focused upon improvemenfs 
in fesf scores. 

This resulfs orienfed habifus was also evidenf in concerns fo ensure 
better use of EQAO dafa. From fhe perspecfive of a seconded principal 
working in an academic role in a universify, feachers sfruggled fo make 
use of such dafa: 

The problem with it is that most people don't know how to use it. So they've got 
all this evidence and they become overwhelmed with it, and they try to figure 
out how to use it, and in the end, they become inactive because it's just too over- 
whelming. So they don't do anything. (Graham, Academic/Seconded Principal) 

This academic's results oriented habitus reflects the influence of his 
previous adminisfrafive experiences of engaging wifh, and responding 
fo, EQAO dafa. Elis concerns abouf whefher and how feachers learned 
from EQAO dafa reveal how generic, sfandardized, provincial measures 
of affainmenf exerfed influence. 

A Critical Habitus 

Some minisfry officials, principals, and academics' viewpoinfs and ex- 
periences of PD also make if possible fo idenfify a more crifical habifus, 
evidenf in fhe way parficipanfs were sometimes crifical of fhe PD sup- 
porfed and enacfed af a sysfemic level. Alfhough responsive fo (and 
sometimes overfly supportive of) provincial foci, parficipanfs were sim- 
ulfaneously crifical of some aspecfs of fhe PD underfaken in Onfario. 
Experiences of PD on fhe parf of a senior Minisfry official, when she was 
a feacher, provided evidence of a more crifical habifus. Much of fhe 
mandafed PD encounfered in her experience was neifher robusf nor 
geared towards improving pracfice: 
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I know when I was a teacher, I used to get so upset, because some of it I thought 
was "Mickey Mouse," you know, and a lot of the stuff on things that people 
know, [like] "wellness." The "wellness" is fine, don't misunderstand me, but I 
didn't want [that] when I wanted to learn how to do my job better. I didn't want 
people to take me out for a day to do something on "wellness." (Kelly, Ministry 
official) 

In reflecting on his experiences, "Tim," a principal, argued that al- 
though there was considerable resourcing around literacy and numeracy 
initiatives, the professional development that supported these initiatives 
was often haphazard, and not sufficiently responsive to all teachers' 
needs. He described a recent PD event as "... a one shot deal, in my opi- 
nion, it was a one shot deal . . . was there job-embedded learning for oth- 
er staff at the school? No. . . there was not that opportunity" (Tim, Prin- 
cipal). 

An academic/secondee, who had many years experience as a board- 
based literacy consultant, and who was generally supportive of the at- 
tention to literacy in the province, expressed reservations about how the 
strong focus on literacy and numeracy had an impact upon support for 
teacher PD in other areas: 

I think where it's also a real disconnect, is for classroom teachers who are in areas 
of speciality or are in areas where there hasn't been the same kind of resource 
allocation and funding to support the learning that they need . . . ." (Nancy, Aca- 
demic/seconded board consultant) 

A critical habitus is evident in the subtle way in which "Veronica," a 
Ministry official (and former principal), believed important and neces- 
sary changes had been made to how PD was enacted since she began 
working in the provincial office: 

I guess one of the things that, in particular, that the Ministry did, as far as train- 
ing, when the early reading, early maths, and literacy and numeracy began, was 
that they tended to do the cascade model . . . one teacher from each school was 
trained. And then, when we started in the first year, when we did some training. 
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Marie^ allowed us to bring teams from a school, which was of course, much more 
effective, . . . We've moved on again from there and the professional learning that 
we're doing is really very much within the school or family of schools, and so it's 
much more related to where teachers are exactly and what they need at the mo- 
ment . . . We use a lot of the other things that have been produced to help. So we 
use pieces of [Internet] web casts to show, to demonstrate at the school level, if 
that's what they need. (Veronica, Ministry official) 

Although "Veronica" still construed PD primarily as a process of 
province-sanctioned, information dissemination, her emphasis upon 
making PD more relevant to teachers, and employing models of feacher 
learning fhaf took specific confexfs info accounf, was evidence of a more 
sife-responsive approach. As a former principal and feacher, "Veroni- 
ca's" response is indicafive of a crifical educafional habifus, a producf in 
parf of her earlier experiences in schools, and af leasf parfially affuned fo 
fhe need fo facilifafe feacher learning fo address school-specific needs. 

A Student-Focused Habitus 

A more sfudenf-focused habifus, reflecfive of concerns abouf fhe needs 
of parficular sfudenfs, is also apparenf among several parficipanfs, es- 
pecially fhe principals. Some principals, drawing upon fheir knowledge 
of fhe effecfs of sfandardized fesfing, expressed concerns fhaf a culfure of 
fesfing could become esfablished wifhin fhe province, and dominafe de- 
cision making abouf fhe PD deemed mosf valuable. "Reggie," an exper- 
ienced principal in a low socio-economic school, expressed concerns 
abouf fhe over-use of such dafa: "I don'f wanf fo see us gef fo fhe poinf 
fhaf we're complefely driven by sfandardized fesfs because I fhink fhaf's, 
I fhink fhaf's a misfake fhey made kind of soufh of fhe [US/Canadian] 
border . . ." (Reggie, Principal). A sfudenf-focused habifus is evidenf in 
how "Reggie" drew upon her knowledge of fesfing in fhe US fo caufion 
againsf limifing concepfions of feacher and sfudenf learning fo fhe ouf- 
comes of sfandardized fesfs. 


2 


Manager of the section in which this Ministry official worked. 
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At the same time, selective use of EQAO data was considered useful 
for promofing feacher-insfigafed PD focused more explicifly on sfudenf 
learning: 

But there are some good things that's coming out of it . . . some teams in schools 
are doing a really good job at looking at a small piece of the data, so they're tak- 
ing something that's really small, starting small, for example, maybe they . . . 
they're just taking the reading . . . they're just taking the writing piece . . . they're 
tracking kids, and where they are at the beginning of the year, and where they 
are in the middle and where they are at the end, and that's informing their in- 
struction on how to move the kids towards other goals, that they've set for them, 
whether it's grade appropriate or beyond . . ., depending on how they started. 
(Graham, Academic/Seconded Principal) 

For this participant, the use of EQAO and ofher sfandardized dafa 
served as a sfimulus for PD which confribufed fo improving sfudenf 
learning relafive fo individual progress, rafher fhan jusf in relafion fo 
provincial benchmarks per se. Supporf for fhe use of fhese dafa as a 
means fo defermine sfudenfs' affainmenfs over fime, and fo make judg- 
menfs on sfudenfs' abilifies in relafion fo fheir inifial levels of affainmenf, 
reflecfs a more sfudenf-focused habifus. Such a habifus is indicafive of 
educafors who have experienced, valued, and validafed confexf-specific 
PD approaches, even as if is simulfaneously reflecfive of broader sysfem- 
wide concerns. In fhis way, parficipanfs' advocacy for PD fhaf addresses 
employing aufhorifies' accounfabilify concerns can also be nuanced fo 
simulfaneously fosfer more aufhenfic and generafive approaches fo 
feachers and sfudenfs' learning needs. Such a response may also be con- 
sfrued as providing af leasf some evidence of Fullan's (2007) claim fhaf 
principals, educafional adminisfrafors, and educafors more generally 
wifhin Onfario have boughf info fhe reform agenda when if has been 
seen as good for sfudenfs. Alfhough fhere is evidence of "looking af sfu- 
denfs' work" for more accounfabilify orienfed reasons (Liffle, 2004), 
more profession-driven, educafionally orienfed PD pracfices are sfrongly 
supporfed wifhin fhe PD field. A sfudenf-focused habifus is apparenf 
fhaf is nof jusf orienfed fowards fosfering sfudenf improvemenfs in sfan- 
dardized fesfs, buf also supporfive of PD inifiafives associafed wifh a 
broad-based concepfion of sfudenf learning. 
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An Inquiry Oriented Habitus 

An inquiry oriented habitus is evident in how participants - particularly 
the principals and academics - supported PD as inquiry into the peculiar 
circumstances of individual schools. The following quofafion from "Su- 
san," a principal, provides posifive evidence of her experience wifh 
feachers in her school who inquired info fheir sfudenfs' circumsfances. 
This inquiry wenf beyond mandatory, school-board endorsed, SMART 
goals fhaf guided her school's educational plan: 

So when they were analyzing the data from our School Effectiveness Plan, they 
were still noticing that boys were not liking coming to school. And that was a 
hard knock for them, because they had worked hard to make sure [of] that - a lot 
of work around inclusion. And so, . . . they went back and they developed some 
in-school surveys just to get more specific, because the broad one was like, "Do 
you like coming to school?" So it was, again, very broad. So they developed 
some surveys to see if we can get more information from the . . . population as to 
specifically what areas of school they were finding troublesome. (Susan, Princip- 
al) 


An inquiry oriented habitus, attuned to the specific concerns of 
feachers and sfudenfs and fhe need to fake such concerns info accounf, is 
evidenf in fhe way "Susan" valued and validafed genuinely profession- 
driven, inquiry oriented PD, and active negofiafion in relafion fo prov- 
ince-sanctioned initiatives. This habifus is reflecfed in her supporf for a 
susfainable professional learning communify (Hargreaves, 2007) focused 
on fhe needs of a particular group of sfudenfs. 

"Elsa", anofher principal, supporfed fhe proacfive way in which 
feachers in her school addressed fheir learning needs in relafion fo liter- 
acy educafion, revealing an inquiry oriented habifus: 

There's also been a lot of books come out on reading and writing skills and as a 
school - and it didn't come from me, it came from the teachers themselves - 
[who] have formed book study groups, by division or by grade, and focused on 
reading and putting these things into practice . . . (Elsa, Principal) 

PD was valued when it was more than a one-way information dis- 
semination process. Such advocacy provides evidence of confacf wifh 
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and support for the sorts of ethical inquiry communities that Campbell 
(2005) describes as foregrounding and focusing upon students' learning, 
rather than fostering an ethos among teachers of non-interference in one 
another's work. 

"Lydia," an academic who had had considerable previous exper- 
ience as a consultant at the board level, also argued strongly against tra- 
ditional approaches to PD: 

I think typically, some of the challenges of the professional development that 
we’ve offered have been that, they're always defined by others and not necessari- 
ly defined by the people who are the recipients. And I think really only in the 
last, maybe 10 years or so, we've recognized that . . . we needed to work with 
people where they are. (Lydia, Academic) 

This quotation illustrates a habitus supportive of PD as an active 
process focused on teachers' particular school settings. This situated, in- 
quiry oriented habitus was forged from an earlier apprenticeship as a 
school-board based curriculum consultant who sought to encourage 
teachers to move beyond PD as "delivery," focused upon school-board 
priorities. "Lydia's" appreciation of the importance of local context is 
evidence of a disposition supportive of active, situated PD practices, 
standing in contrast to more traditional dissemination approaches that 
typify schooling practices within the field of PD practices (Day & Sachs, 
2004). 

DISCUSSION: PROMOTING PD PRIORITIES 

Influential educators' responses to provincial pressure for reform pro- 
vide evidence of the impact upon PD of broad, systemic-accountability 
focused, standardized, educational reform measures, and an accompan- 
ing conservative habitus disposed to comply with such demands. At the 
same time, the evidence indicates support for more situated approaches 
to PD among these educators. That is, there is explicit valuing of more 
site-specific PD beyond these foci. In Bourdieu's (1990a, 1990b, 1998) 
conceptual framework, such stances can be understood as a product of 
the competing and conflicted dispositions and positions of those who 
constitute the field of teacher professional development. Among partici- 
pants in this study, research evidence indicates considerable consistency 
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between individuals' current roles with their often very considerable 
attendant pressures, and participants' approaches to PD. However, and 
at the same time, participants' descriptions of fheir approaches fo PD 
also show up fhe complexifies and fensions inherenf wifhin currenf roles, 
including evidence of how individuals' peculiar professional hisfories 
influence fhe PD promofed. 

How PD was understood as somefhing mandafed by govemmenf, 
which was fhen devolved fo fhose in schools fo enacf, was evidenf in fhe 
responses of fhe Minisfry officials, principals, and academics wifh pre- 
vious school-based experience. Such a sfance reflecfs fhese educators' 
currenf (or former) roles, wifh fheir close proximify fo fhe adminisfrafive 
arm of fhe sfafe. The resulf is a conservafive habifus affuned fo fhe pecu- 
liar logics of Minisfry pracfice, including accounfabilify fo high ranking 
Minisfry officials and provincial polificians. This is borne ouf by an ac- 
cepfance of PD pracfices associafed wifh improved literacy and numer- 
acy, and a belief fhaf provincial foci should cascade down fo, and be fak- 
en up by, fhose in schools. Such a sfance also reflecfs a broader policy 
confexf fhaf places considerable accounfabilify pressures upon educafors 
(Ben Jaafar & Anderson, 2007), pressures fhaf, pofenfially, may lead fo 
quesfionable feacher learning pracfices (Earl, 1999). The habifuses of 
Minisfry officials, principals, and some academics wifh school-based ex- 
perience were heavily influenced over exfended periods of fime by ac- 
counfabilify oriented maffers and concerns wifhin fhe field. The "capi- 
fals" of considerable value under fhese circumsfances included im- 
proved fesf scores as proxies for sfudenf learning. 

Educafors' supporf of PD fo improve EQAO scores also provides 
evidence of a habifus sfrongly influenced by a provincial focus upon re- 
sulfs. Parficipanfs' concerns abouf how fo respond fo fhe provincial focus 
for PD designed fo improve quanfifafive measures of sfudenfs' liferacy 
and numeracy capacifies indicafe a habifus affuned fo demands for high 
EQAO oufcomes; high sfakes fesfs exerted influence upon fhe feacher 
learning deemed mosf relevanf (Volanfe, 2004). The influence of such 
fesfing upon educafors could be subfle. One principal, for example, was 
eager fo downplay any pofenfial negafive effecfs of EQAO dafa collec- 
fion in her school, buf she was sfill very inferesfed fo see whefher any 
changes resulted fo fhe liferacy and numeracy scores in her school from 
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engagement in provincial-supported PD implemented in response to the 
previous year's results. 

However, these habituses were not uniform as evident in some Min- 
istry officials and principals' concerns abouf fhe relevance of PD insfig- 
afed by employing aufhorifies. Crifical habifuses were informed by more 
localized, educafive concerns, somefimes originafing from concerns 
abouf previous experiences/knowledge of PD in schooling settings. Im- 
porfanfly, such perspectives show fhaf fhose educafors under mosf pres- 
sure from cenfral govemmenfs were able fo promofe profession- 
insfigafed PD, even as fhey responded fo immediafe adminisfrafive or 
political demands. Advocacy for mulfiple PD priorifies provides evi- 
dence of a conflicfed sfance among educafors who, nonefheless, seek fo 
"reprofessionalise" rafher fhan "deprofessionalise" feachers (Day, 2004). 
These confesfed posifions are in keeping wifh prescripfive liferafure en- 
dorsing educafors working across fensions befween more profession 
orienfed and sysfem-driven PD practices (Fullan, 2007; Levin, in press). 
These efforfs fo promofe feachers and ofher educafors in decision mak- 
ing wifhin fhe PD field are imporfanf fo ensure fhaf educafors' know- 
ledge and experience are drawn upon as parf of fhe educational deci- 
sion-making process. 

The complexify of fhese habifuses is furfher evidenf in educators' 
supporf for more confexf-specific, school-based inquiry learning. Such 
supporf is apparenf in fhe way some educafors were nof only crifical of 
an over-reliance upon individual, "one-off" PD learning inifiafives fhaf 
franspired wifhin boards, buf actively endorsed feachers' efforfs fo un- 
derfake school-based inquiries fo respond fo sfudenfs' specific needs. 
The sfrong emphasis upon sfudenfs' learning, and of finding ways fo 
inquire info specific schooling circumsfances, indicafes a habifus fhaf has 
experienced and valued PD practices beyond fhose associated solely 
wifh more generic measures of literacy and numeracy achievemenf. Al- 
fhough pressure af fhe provincial level for PD experiences orienfed fo- 
wards particular provincial foci (and, af fimes, improved fesf scores) 
(Hargreaves, 2007) exerfed influence on educafors, and alfhough fhe lim- 
ifafions of a small sample size mean if is nof possible fo generalize from 
fhe resulfs, some influenfial educafors in Onfario were clearly able fo 
draw upon a broad range of experience fo advocafe for and supporf pro- 
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fession-oriented PD practices. Such stances show evidence of complex, 
sometimes conservative, sometimes critical habituses, and more or less 
results oriented, student-focused, and/or inquiry orienfed habifuses. Fur- 
fher inquiry info fhe validity, nature, effects, and origins of fhese mul- 
fiple habifuses, across a larger sample of parficipanfs, is necessary, and 
consfifufes an imporfanf focus for fufure research. 

SUMMARY 

Drawing upon Bourdieu's concepfs of field, habifus, and capifal, fhe re- 
search fhaf 1 presenf indicafes how senior educafors' perspecfives of 
feacher professional developmenf were generafed from fheir currenf and 
previous experiences, and fhaf fhe compefing and complemenfary nafure 
of fhese perspecfives reflecfs fensions and synergies befween more sys- 
femic-accounfabilify orienfed and profession-orienfed PD pracfices. To 
explore fhe nafure of PD pracfices, I asked senior educafors in Onfario 
abouf fheir experiences wifh currenf and previous professional devel- 
opmenf pracfices, fhe nafure of fhe PD fhey supporfed, and fhe influence 
on PD pracfices of provincial emphases upon liferacy, numeracy, and 
improved sfandardized fesf scores. Disfilling inifial fhemes using an 
emergenf fhemafic response (Shank, 2002), I underfook subsequenf anal- 
ysis using Bourdieu's concepf of pracfice as socially produced, and con- 
fesfed. 

The sfudy provides glimpses info how educafors may be caughf up 
in a complex polifics of professional pracfice fhaf makes if difficulf fo be 
consisfenfly supportive of PD focused upon sfudenfs' learning needs in 
all fheir complexify, in specific school and relafed insfifufional settings. 
The findings indicafe fhaf, among fhis group of influential educafors, 
fhere was significanf pressure fo ensure improvemenfs in fhe areas of 
liferacy and numeracy, and parficularly as fhese were expressed in sfan- 
dardized fesf scores. Reflecting fheir locafion wifhin fhe field of PD prac- 
fices, fhe viewpoinfs of senior Minisfry personnel, principals, and aca- 
demics wifh subsfanfive school-based hisfories indicafe fhey affended fo 
fhese provincial foci. However, and af fhe same fime, fhe research also 
indicafes fhaf senior educafors were concerned abouf and supporfed PD 
for more localized purposes. Senior provincial educafors' responses or 
expressed views indicafe fhey did nof simply supporf sysfemic-accounf- 
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ability oriented PD at the expense of more profession-oriented, context- 
ualized PD. 

CONCLUSION 

Although this study indicates some educators who occupy positions of 
significanf insfifufional aufhorify were heavily influenced by broader 
adminisfrafive, accounfabilify pressures, fhey did nof neglecf profession 
orienfed approaches fo PD. A key message from fhe research is fhaf se- 
nior educafors' prior experiences confribufed fo fheir being able fo juggle 
compefing pressures and fo promofe PD pracfices focused on localized 
needs of schools and sfudenfs. The sfudy suggesfs provincial policy di- 
rectives should incorporafe PD approaches fhaf fake info accounf feach- 
ers' needs, and/or address specific school circumsfances, and/or broader 
conceptions of sfudenfs' needs. Principals and consulfanfs in school 
boards need fo franslafe provincial PD foci so fhaf fhey are relevanf fo 
local school circumsfances. For feachers, fhe sfudy implies a need fo 
draw upon existing knowledge and undersfanding as a vehicle fo engage 
wifh provincial foci, rafher fhan freafing such foci in isolafion. More sys- 
femafic recognifion and alignmenf of provincial and profession-orienfed 
PD will confribufe fo better undersfanding sfudenfs' learning needs. Fi- 
nally, researchers have fhe imporfanf fask of engaging in susfained and 
sysfemafic research info fhe nafure and effecfs of fhese efforfs fo confri- 
bufe fo currenf undersfandings abouf how fo better align profession 
orienfed PD and provincial approaches fo PD. 
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